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ABSTRACT
/

The purpose of this study was to investigate the effects

of a self-concept enhancement program on the self-concepts of
four-year-old children, and to discover significant aspects of
their environment which are related to their self-concepts.
The population sample consisted of all four-year-olds
(pretest=57» posttest*.52) attending Kiddie Kampus Preschool,
Grand Forks Air Force Base, North Dakota.

Both the experimental

group (N=3^) receiving the self-concept enhancement program, and
the control group (N=l8) not receiving the treatment program,
were assessed during the pretesting and posttesting periods.
The twenty-five variables assessed by The Thomas.Self-Concept
Values Test (19 scales) and the Developmental Profile (6 scales)
were used a data for testing HI, H2, and H3.

An additional

source of data was the child characteristic questionnaire used
to isolate key environmental factors in order to see how these
were related to the children’s self-concepts (H^).
For the control group (HI) there were significant in
creases on three self-concept scales; whereas, the experimental
group (H2) showed significant increases on fourteen scales.

In

comparing self-concept change for the two groups (H3), the ex
perimental group was shown to have significantly more changes
in self-concept scores than the control group.

In studying the

relationship between child characteristics assessed by the
questionnaire (14) and the T3CVT scales (19) as stated in H^,
the investigator found nine child characteristics to be signi
ficantly related to thirteen child self-concept scales.

viii
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CHAPTER I
INTRODUCTION
For a number of years the term self-concept has been
a focus of study In many areas of social science.

Within the

realm of human development, there has been a growing emphasis
on the Importance of the foundations of self-concept, and the
fostering of positive self-concept growth.

There exists an

urgency to recognize and to enhance positive growth of selfconcept in the area of early child development.
Background of the Problem
*
Murphy (Butler, 1970, p.107) emphasized that by age
three a child has developed a well integrated view of him
self, which is the core and precipitator of his future be
havior.

Yet, a quieting note was offered by Butler (1970)

when she remarked:
Life is not over at age three, but the general view
toward the world and toward oneself is already-pre
sent. Possibilities for change are always present,
but the longer a behavior persists the more diffi
cult it Is to change (p.10 7 ).
The emergence of divergent styles of behavior has
been traced to a crucial period of growth, which begins be
tween ten months and eighteen months, according to researchers
of the Harvard Pre-School Project.

For six years they have

studied "the development of adaptive abilities or competence
1
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in the first six years of life" (White, 1972), searching for
causal environmental factors.

Through their study they hoped

to reveal how to structure a child*s experiences during early
years in order to maximize development of competence.

The

work of these researchers has contributed to a new realm of
thought in preschool education, and has shown a crucial need
for education to extend back to the most important formative
period, the child’s first year of life.
The impact of Murphy’s (Butler, 1970) observations
and the findings of the Harvard Pre-School Project should'
have particular relevance to the organized preschool programs
vrhlch begin with three-year-old children.

Although such evi

dence has illuminated the need for preschool education and
child care to focus directly on behavior and self-concept de
velopment, the response in terms of programs has been slow and
scattered.

Most programs with an emphasis on positive self-

concept development have been of the compensatory education
type designed for deprived children.

Yet, there has been no

conclusive evidence to show that negative self-concepts are an
exclusive characteristic of the lower social classes.

On the

contrary, research has shown that it is a malady which strikes
all children,

In stressing the responsibility of society to

concentrate on the crucial years of childhood, Gordon (1969)
made a dramatic and thought-provoking parallel:

"For very

young children, negative self-view may be as damaging as
physical illness or actual physical handicap" (p.378).

3
Purpose and Statement of Problem
The purpose of this study was to investigate the effects
of a self-concept enhancement program carried out with fouryear-olds who attended nursery school.
sought to answer:

The investigator

Will the utilization of a self-concept

enhancement program affect a significant change in the selfconcepts of four-year-old preschool children as compared with
four-year-old preschool children not receiving the program?
Will there be any significant relationships between child’
characteristics and thsir self-concepts?
Hypotheses
The following hypotheses were set up:
HI:

Will there be a significant increase in selfconcept scores for the control group that did
not receive the self-concept enhancement pro
gram?

H2j

Will there be a significant increase in selfconcept scores for the experimental group that
did receive the self-concept enhancement pro
gram?

H3:

Will the experimental group have significantly
more changes in self-concept scores from pre
testing to posttesting than the control group?

H4:

Will there be any significant relationships be
tween child characteristics and their selfconcept scores?

Significance of Study
Although the study of change in the personal psycho
logical-social area generally has been considered to be one
of the most important considerations of early childhood edu
cation ( Thomas, 19^9, p.^), there exists a paucity of research
in this crucial area.

The studies of self-concept change in

preschool children have been few in number, and generally
they have been confined to culturally deprived populations.
This study has attempted to demonstrate the effects of a selfconcept enhancement program on the self-concepts of four-yearold preschool children, and has further underscored the possi
ble need for self-concept enhancement programs as a crucial and
permanent aspect of preschool experience for all children.
Delimitations of the Problem
The research sample of preschool children was de
limited to fifty-two four-year-old children enrolled at
Kiddie Kampus Preschool, Grand Forks Air Force Base, North
Dakota.
Limitations
This study was limited by the characteristics of the
assessment tools:

The Thomas Self-Concept Values Test (TSCVT),

the Developmental Profile, and the Questionnaire of Child
Characteristics

5
Definition of Terms
Self~Concept
In general terms self-concept can bs defined as a
•’multidimensional construct" of the self-system, including
all of an individual’s self-perceptions received from social
Interactions with significant others, and all of the indiv
idual’s self-evaluations formed on the basis of his cultural
value system.

In Chapter II the investigator surveyed self-

concept theory and the development of self-concept definition.
For the purpose of this research study, self-concept was de
fined by twenty-five self-concept scales:

the nineteen self-

concept scales on the TSCVT, and the six teacher ratings on
the Developmental Profile.

In Appendix A has been provided

a list of these defining scales.
Self-Concept Enhancement Program
In general a self-concept enhancement program has
been defined as one which provides a child with the oppor
tunity to focus specifically on himself, exploring his phy
sical, Intellectual, and emotional being.

Through enhancing

self-awareness he is then able to focus on self-other (social)
relationships, leading to an ultimate understanding of the
total environment which surrounds him.

The Investigator of

this research study established specific purposes and goals
for the self-concept enhancement program, and selected speci
fic developmental guidance activities which were designed to
assist children in reaching these goals:

(a) promoting an

6
awareness and understanding of self by enhancing enoticnal
/
,
development in a social group atmosphere; (b)' developing
effective communication and listening skills vfhich would
help children to become more aware of how others perceive
them; and (c) aiding the children in understanding cause and
effect relationships between the behavior of one person and
the resultant feelings of another person.
Summary
In this introductory chapter, the investigator has pro
vided a brief overview of the background of the research pro
blem:

the enhancement of positive self-concept growth in

early childhood.

The research purpose and problem statements,

and four specific hypotheses were presented.

The significance

of the study was discussed, followed by a brief consideration
of problem delimitations and limitations.

Concluding Chapter

I were the definitions of the main research terms, selfconcept and self-concept enhancement program.

In Chapter II

will be reviewed self-concept theory and research.

Chapter III

will include discussion of research design and methodology
followed by the presentation and discussion of the results in
Chapter IV.

In Chapter V the study will bo summarized and

conclusions and recommendations arising from the research
results will be presented.

/
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CHAPTER II
REVIEW OF LITERATURE
For decades psychologist have addressed themselves
to the basic challenge of predicting and understanding in
dividual behavior; how an individual is unique from others
and what makes him this way (Dinkmeyer, 19 6 5 , p.192).

This

growing emphasis on self has led to the fact that within the
last three decades "all theories of personality (have) assign
ed importance to self-referent constructs" (Wylie, 1968,
p.?28), with the predominant "keys to personality" being ex
pressed in terms of self-concept and life style (Dinkmeyer,
1965, p.192).

In this chapter a review of the literature is

reported concerning:

the evolution of self-concept:

ical perspectives; the dilemma of definition;

histor

the character

istics and growth of self-concept; the correlates of selfconcept in early childhood; self-concept and social class;
enhancement of self-concept in early childhood; and assessment
of self-concept.
Evolution of Self-Concept:

Historical Perspectives

The construct of self-concept is one of the many
postulated constructs within the self-theory.

The roots of

self-theory can be traced to the Middle Ages when Descartes
(l6^) initiated the age of reason with his statement,
7

8
"coglto ergo sum” (I think therefore I am).

His view of the

self gave reason or cognition the reign over emotions.

"The

self was active, aware, free; the senses and emotions were
passive, or confused influences upon the mind" (Gordon, 19&9,
p.375).

This view of self remained paramount until the end of

the nineteenth century.
Freud, in his "quest" for understanding internal pro
cesses, succeeded in breaking the Descartian tradition.

By

emphasizing emotions and early childhood experiences, he con
tributed a second dimension to the evolving theory of self;
We now seek to define ourselves in ways which in
clude our feelings as well as our thoughts, and look
for the origins of our personality in the first dim
moments of life long before cognition seemed pos
sible (Gordon, 1969, p.375).
Indirectly, Freud considered the self-concept construct in his
personality theory through consideration of "ego development
and functioning" (Purkey, 1970, p.3).

Freud felt that it Is

the ego which "modifies the psychic energy of the id" through
Interaction with objective reality in the higher mental pro
cesses (Dinkraeyer, 19&5. p.192).
From this historical backdrop developed by Freud,
there emerged varying constructs which explored both the af
fective and cognitive properties of self-concept.

Yet, fur

ther development of these constructs was delayed for several
decades.

During the 1920’s through the 19^0*s behaviorists

and functionalists dominated American psychology, leaving
self-constructs to be generally ignored by psychologists and
educators (Purkey, 1970, p.*0.

9
A re-cmphasis of self-constructs, and specifically
/
self-concept, finally began to emanate during the 19^0's.
Rainy first introduced and defined the tern self-concept in
19^3 when he measured the effects of counseling on selfconcept change:
The self-concept is the more or less organized per
ceptual object resulting from present and past selfobservations. ..(it is) what a person bolieves about
himself. The self-concept is the map which each
person consults in order to understand himself,
especially during moments of crisis or choice
(Dinkmeyer, 1965, p.192).
In contrast, the Adlerian theorists have used the
construct life style to refer to self-concept.

"Adlerians

believe that all of the child’s actions are a result of this
general life style, which is based upon an evaluation of self
and society" (Dinkmeyer, 19&5. p.193).

By using creative

powers to evaluate his experiences, the child’s perceptions
become the actual determinants of his behavior.
The phenomenological psychologists have been directly
responsible for the major re-emergence of self-concept into
the fields of psychology and education, following the reign
of behaviorism.

Combs and Snygg have made significant con

tributions to self-concept theory with their concept of per
ceptual or phenomenal field.

According to their theory, an

individual’s basic drive of self-enhancement and maintenance
is the determinant of his behavior.

His personal frame of

reference, or phenomenal field, is made up of his subjective
perceptions of life, and it is these unique experiences which
guide his actions.

10
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Greatly influenced by the phenomenological movement in
/
••
psychology, Carl Rogers presented his non-directive system of
psychotherapy in which "the self is the central aspect of per
sonality" (Purkey, 1970, p.6).

Many self-concept theorists

have followed his definition of self-concept closely:
The self-concept or self-structure may bo thought
of as an organised configuration of perceptions of
the self which are admissible to awareness. It is
composed of such elements as the perceptions of
one's characteristics and abilities; the percepts
and concepts of the self in relation to others
and to the environment; the value qualities which
are perceived as associated with experiences and
objects; and goals and ideals which are perceived
as having positive or negative valence (Rogers,
1951, P.136).
The above are a mere sample of the theorists who have
contributed to the self-concept movement in psychology and
education.

Today there is found a great interest In the

"dynamic importance of the self" (Purkey, 1970, p.6), and in
how self-concept shapes behavior.

Much effort has been devoted

to identifying the characteristics of self-concept, and to
tracing self-concept development.

An understanding of these

dimensions is basic to the exploration of self-concept theory.
The Dilemma of Definition:
The Characteristics and Growth of Self-Concent
In response to Wylie's recommendations (1968), writers
have recently begun to organize the theories of self-concept
into more limited theoretical constructs.

Coller, Purkey,

and Dinkmeyer provide varying examples of such efforts.

11
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Coller (1971) believed that:
Self-concept should really be regarded as a generic
term for a set of concepts of self that involve
aspects of self-evaluation and/or self-description;
appropriateTy7~"'the connotative and denotative aSTrtbutes of meaning (p.15).

Furthermore, these two aspects are comprised of subcomponents.
Included within the self-evaluation aspect of self-concept are
such processes as self-appraisal and self-regard, in which
one*s personal judgment of self-worth and "degree of selfsatisfaction in self-evaluation" are expressed; whereas, the
subcomponents of self-description include self-image and selfawareness.

The former stresses "the self one thinks oneself

to be" (English and English, 1958, p.^87), and the latter
stresses the "knowledge of one’s own traits or qualities; in
sight into, and understanding of, one’s own behavior and mo
tives” (English and English, 1958, p.^-86).

Even more opera-

tionally, self-awareness ha3 been considered by Wylie (19 6 1)
to "involve a discrepancy between a person’s self-report and
the report of an observer concerning that person" (Coller,
1971, p.1 6 ).
In addition to the evaluative and descriptive dimen
sion of generic self-concept, Coller included the dimension
of phenomenal (conscious) and nonphenomenal (unconscious)
aspects.

According to Coller, it is inaccurate to speak of

self-concept as a "unitary concept", but rather It is more
appropriate to consider self-concept in respect to its vari
ous dimensions and their underlying aspects.
Coller’s concluding definition (Creelman, 195*0 aptly

12
summarized the aspects ■which he has emphasized. 11Self/
•.
concept, as broadly conceived, is a multidimensional con
struct that covers and includes the total range of one’s per
ceptions and evaluations of himself" (p.18).

V/hen reference

is made to one’s self-concept it must be considered from all
dimensions and aspects, thus transforming the term selfconcept into the more appropriate "global self-concept".
In his discussion of self-concept. Collar attempted to
organize the varying definitions of self-concept into a more
workable system.

From this point more division was possible,

and more systematic research was conceivable.

He had gone

well beyond the two dimensional self-as-subject/self-as-object
definition of self which was much criticized by Wylie in her
extensive review of self-concept literture.

Wylie believed

i

that the dichotomy of self into self-as-subject and self-asobject "proves to be an inaccurate basis for classifying the
self-constructs used by personality theorists" (Wylie, 1968,
p.730).

It was to this criticism that Coller directed his

reorganization of self-concept definition.
In his book, Self Concert and School Achievement,
Purkey (1970) discussed the characteristics and development
of self-concept in an attempt to organize the wealth of ex
isting definitions.

His composite definition cited the self

"as a complex and dynamic system of beliefs which an indivi
dual holds true about himself, each belief with a correspond
ing value" (p.7).

From his review of self-concept, Purkey

concluded certain Important characteristics:

13
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(1 ) that the self is organized and dynamic; (2 )
that to the experiencing individual the self is the
center of his personal universe; ( » that every
thing is observed, interpreted, and comprehended
from this personal vantage point; and (^) that hu
man motivation is a product of the universal stri
ving to maintain, protect and enhance the self (p.1 3 ).
Purkey referred to self-concept development "as a pro

cess of experience (which is) remarkably plastic, changeable,
and possesses infinite capacity for growth and actualization"
(p,30).

He stated that significant others are the main forces

shaping the self and their impact should not be underrated.
The expectations of these significant others, v;ho are usually
the parents during preschool years, are actually internalized
into self-perceptions.

Purkey thus concluded:

As a general rule, we can say that any behavior of
significant people that causes a young child to
think ill of himself, to feel inadequate, incapable,
unworthy, unwanted/ unloved, or unable, is crippling
to the self (p.33).
In his book, Purkey has focused on the two most vital
agencies shaping self-concept, the home and the school, and he
has given a clear picture of their pervasive impact by re*
viewing current research findings.

Through his efforts,

Purkey has contributed a great deal to the growth of selfconcept theory.
Another prominant contributor to self-concept theory
has been Dlnkmeyer.

In his book, Child Development:

The

Emerging Self (1969), he has given an excellent overview of
the development of self-concept, and he has traced its roots
to early infancy.

As a growth process, self-concept "tends

to shape new experiences to conform to (already) established

patterns. Behavior then becomes an attempt to maintain the
consistency of the self-concept...." (p.19 2 ); whether it is
based on accurate or faulty assumptions.

The beginnings of

one’s self-discovery, a process which continues throughout
all developmental stages and phases, have been expressed aptly
by Jersild (Dinkneyer, 1969):
The development of self awareness does not occur in
an all-or-nona fashion which would enable us to
assume that up to this point the child does not
possess it, but beyond this point he does. It is
more likely that a child perceives different aspects
of what he eventually calls himself, with varying
degrees of clarity at different times (p.19 6 ).
In his survey of self-concept Dinkneyer concluded that
the child must be encouraged to discover himself, and that the
school must also participate in this discovery of selfunderstanding:
Facilitating the child’s ability to draw upon his
feelings, to face his feelings, to experience and
live comfortably with them, should bo a part of the
educational experience. ... Early education in selfunderstanding might make it possible for the indiv
idual to live more comfortably without the continu
ous utilization of defense mechanisms (p.2Q2).
From these three perspectives of Coller, Purkey, and
.Dinkneyer, the powerful influence that self-concept has upon
behavior should be recognized.

Yet, despite the overall stress

of the importance of self-concept in early childhood, research
has been limited.

A number of studies have focused on the

specific correlates of self-concept, while others have devoted
their attention to the relationship between self-concept and
social class.

15
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The Correlates of Self-Concept In Early Childhood
Coopersmith*s (196?) classic study of the Antecedents

of Self-Bstecm emphasized the importance of early child devel
opment by showing a significant relationship of self-esteem to
early childhood experience, parental characteristics, and par
ental attitude and treatment.

In this study it was reported

that children's high self-esteem is positively related to
mothers' high self-esteem, to more consistent discipline, and
to positive and congenlent experiences during childhood years.
Another report of the impact of early childhood exper
iences was cited by Westman (195?) in his longitudinal study
of 130 middle-class children from nursery school through high
school.

He discovered that "children who had adjustment prob

lems in nursery school tended to have adjustment problems in
later school life, and the problems tended to be of the same
order" (Butler, 19?0, p.109).

Contrary to what is often ex

pected, children did not outgrow their behavior problems,
but instead strengthened them.
In relating self-concept to academic achievement,
Combs and Soper (1963) concluded that kindergarten children's
self-concepts were predictive of their academic achievement
in both first and second grades.

In addition, they found that

as children enter first grade their feelings of adequacy and
of being liked by their teacher decreases.

Swayze (1956) also

studied the relationship of self-concept to achievement in

16

kindergarten children.

He discovered that children who rated

high in self-concept and in social and intellectual develop
ment were inclined to rank high In reading achievement as well.
These results were consistent over two years.
Dwyer (19&9) conducted an exploratory study of kinder
garten children in order to investigate the influence of a
program of primary prevention upon self-concept and the effects
of self-concept on academic readiness.

She- focused particu

larly on different types of teachers, permissive or authori
tarian, and their effect on their students* self-concepts -~
did they enhance positive self-concepts?

In comparing four

groups, two with permissive teachers and two with authoritar
ian teachers, Dwyer found;

(a) no significant differences in

the changes of self-concept; and (b) no significant relation
ships between final self-concept and academic readiness for
any group.

Despite the lack of significant findings Dwyer

concluded several trends illuminating teacher differences.
She found that permissive teachers had a greater influence
upon .self-concepts in children of low intelligence, and that
they were effective in increasing self-concepts of children
low in parent acceptance and of children of middle socio
economic class.
In his study Williams (1969) attempted to determine
the extent to which, if any, preschool Negro boys and girls
from divergent socio-economic backgrounds and communities,
and from intact and father-absent homes, differed in selfconcept and in verbal mental ability.

As he hypothesized,

1?

Williams discovered differences in self-concept and verbal men
tal ability attributable to urban-suburban geography and to
sex.

His study also helped to validate the U-scale, a non

verbal measure of self-concept.
Minuchin (1$?68) conducted a study of two Philadelphia
Head Start Preschool Centers for four-year-olds in order to
assess the children’s curiosity and exploration, self-image,
perception of adults and the environment, and concept for
mation.

Although her disadvantaged subjects as a group were

not as advantaged in these areas as middle-class children,
they did show two distinct groups of high and low developers.
The subjects with more active exploratory behavior were more
coherent and had more positive images, and more adequate con
cept formations.
was found.

For the less developed children the opposite

Thus, it was concluded that curiosity, exploration

and concept formation are significant correlates of selfconcept .
In his study of the development of self-other relation
ships during the Delaware Summer 19&5 Head Start Program,
Lamb (1965) found some significant results in terms of selfconcept correlates.

Not only were there significant changes

in self-concept for this preschool group compared to a nonHead Start conrol group, but positive changes were found also
in self-other relationships.

Head Start children gained in

perception of self as being similar to others, and tended to
maintain self as central; whereas control subjects showed
lower self-concepts and a lack of growth in self-other relation
ships when measured on Self-Social Symbols Tasks.

18
Self-Concept and Social Class
A further finding of Coopersmlth (19 6 7) which related
self-concept to social class was summarized by Butler in her
book, Current Research in Early Childhood'Education (1970), :
There is no clear-cut definite pattern of relation
ships between social class and positive and negative
attitude toward the self. Although persons from the
upper and middle classes are more likely to express
favorable attitudes than persons in the lower class,
the differences are neither as large nor as regular
as might be expected. Among persons in the lower
class who are most likely to report lower self
esteem, there are almost as many persons who re
port high self-esteem as low self-esteem (p.lll).
With these results in mind, writers have urged that
programs be provided for all children, not solely for the dis
advantaged.

They have argued that the economically disadvan

taged have not had exclusive rights on low self-concepts, al
though they have suffered.

The current trend has become one

of stressing a general social consciousness of positive selfconcept growth regardless of class distinction.
In his discussions of compensatory education programs
for disadvantaged children, Hillery (1969) concluded that ad
vantaged children are currently excluded from needed programs.
Be has stated that economic criteria provides an inaccurate
basis for allocation of funds to equalize education opportun
ity, and thus that funding should be allocated according to
the needs of diverse groups.
Purkey (1970), in his survey of research on self-concept
and social class, made the following conclusions:

19
Judging by the available evidence, it seems hazar
dous to assume that ghetto children because of their
socioeconomic circumstances, have lower self-concepts
than children in better environments. The causes of
negative self-concepts...are more psychological than
economic (p.1 9 ).
Deutsch and Deutsch (1967) in their e v a l u a t i o n e a r l y
childhood enrichment programs added another perspective by
urging for an application to all children:
However the emphasis placed on the particular prob
lems of children from disadvantaged circumstances
is accompanied by the recognition that the formula
tions about cognitive processes and educational pro
cedures have application to children from all back
grounds (p.308).
Gordon (1969) has drawn some profound conclusions
from the relationship of early child development on selfconcept growth:
If these early years are crucial in determining
school performance through the mechanism of selfconcept, then society cannot shrug its responsi
bility. For very young children, negative self
views may be as damaging as physical illness or actual physical handicap. We are rapidly making
provisions for medical help. We need to create
nurturing environments early in life so that
children's concepts of themselves may possibly
emerge as positive (p.378).
His prescription for this nurturing environment was an educa
tional system which could help parents

provide their children

with the proper affective and cognitive climates.

That is, an

affective climate which would convey to children that they are
loved; and also a cognitive climate which would allow them to
experience competence.

Gordon further stressed that a combi

nation of the affective and cognitive Is essential for selfconcept growth.

He has stated that the problem of self-

concept enhancement is directed toward society at large and
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should not be restricted to isolated segments.

"Now we need to

develop the types of programs which provide for all children
the psychological inputs which lead to positive self-esteem"
(Gordon, 1969, p.378).
Enhancement of Self-Concept in Early Childhood
Thus we see how current professional opinions support
the need for direct attention to the development of self-coneept in early childhood education programs, and further em
phasize this need for all preschool programs.

Yet, as we sur

vey the early childhood programs with a focus on self-concept
enhancement, we find a trend of compensatory education pro
grams geared mainly to the culturally and economically dis
advantaged.
Project Early Push (Kanch, 1969) in Buffalo, New York
established one model for preschool programs in compensatory
education.

Its major goal, consistent with many similar com

pensatory programs, vras to "bridge the gap between the cultur
ally different environment of the children and the requirements
of school experience in primary grades" (p.2).

Although not

citing specific self-concept en’
nancment activities, the pro
gram listed as three of its twelve specific objectives:

(a)

nurturing a healthy self-concept; (b) encouraging selfexpression; and (c) encouraging Interaction with others.

In

evaluating the results of this program, its investigators made
no comparisons to a control group, and they stated their re
sults in terms of achievement test scores only.

Although
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Project Early Push aimed at affecting self-concept growth,
this project provided no analysis of success for their cru
cial objective.

This is a finding which has been rather con

sistent for most compensatory education programs.

Many have

listed self-concept enhancement among the areas of program
emphasis but have given results only in terms of Intellectual
growth or achievement change.
The Learning to Learn Program (Sprigle, 1969), Jack
sonville, Florida is another compensatory education program
which has cited self-concept growth as a focus but has given
results only in terms of achievement and intellectual test
scores.

The investigators found self-concept enhancement to

be a by-product of their personalized and supportive program
for acquiring "flexible strategies for dealing with challenges
and problems" (p.l).

Although this may, in fact, have been

true, the investigators made no attempt to measure self-concept
change.

Yet, in terms of other methodological considerations,

the Learning to Learn Program did have a strong research design
with its utilization of two control groups; a group of child
ren from a traditional kindergarten program and a group of
children receiving no formal preschool training.

Still their

experimental/control groups comparisons were made only on
achievement measures, excluding self-concept assessment.

This

was an obvious deficiency in an otherwise complete preschool
program of affective and cognitive growth.
Another compensatory education model was the Early
Childhood Project, New York City (Deutsch, 1969), which was
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designed for kindergarten through third grade.

This program

focused on language development, self-concept, and perception
and concept formation.

As in the other tiro programs discussed,

the results of this program study were.reported in tera3 of
intellectual growth with no mention of measured self-concept
change.
Nimnicht, et al. (19 6 7) also failed to supply assess
ment of self-concept change in their presentation of research
on the New Nursery School, other than stating, "the school
seems to improve their (the children’s) self-image".
Another deficiency of the compensatory education pro
gram descriptions was the exclusion of specific self-concept
enhancement activities.

In contrast, the Deutsch Model (1968)

has given specific examples of activities known to enhance
self-concept and to affect an atmosphere of self-concept
groTfth.

•
Project Beacon (Franco, 1964), Rochester, New York pro

vided an ego development guide for their primary grade teachers
as an essential aspect of their program.

In this guide teach

ers wore given a succinct presentation of self-concept theory
vrith applications to their particular levels of teaching.

For

each level they were also provided with a discussion of the
program’s values and purposes, aims and objectives, materials,
and a description of particular activities to communicate these
goals to the students. Although Project Beacon was designed
/
for a disadvantaged population (Negro), its activities have
application to all children.

23
One of the most complete studies of a compensatory
education program was conducted by the New Orleans Public
Schools (1968).

Entitled, How He Sees Himself, this investi

gation led by Crovetto, Fisher, and Boudreaus set out to test
the effectiveness of the Model Kindergarten Experimental Pro
gram for deprived children.
grams its

Similar to other compensatory pro

focus was on language development, visual-motor

perception, and development of positive self-image.

Using a

pretest/posttest design, the Investigators compared a group of
program participants to a group of non-participants.

Their

program study surpassed the others previously mentioned through
its assessment of change.

Included in the testing program was

a test for intellectual development (Stanford Binet Intelli
gence Scale); a test for visual-motor perception (Geometric
Designs); and an assessment of self-concept, in terms of selfawareness and body Image (Draw A Man Test).

In.their results

the investigators found significant gains on all three assess
ments for the experimental group, thus allowing them to

make

sound conclusions for their program on all three objectives.
In addition, their study also included program guides
for each area of enhancement.

The guide for the improvement

of self-concept included activities and guiding attitudes which
could be incorporated into any self-concept enhancement pro
gram for any population group.

The outlined attitudes were

a great influence on the self-concept enhancement program used
/
•
in this present study (detailed description appears in Appen- .
dlx B).

2 if

Thus, the testing program and the description of spe
cific program activities were two reasons which made the How
He Sees Himself study one of the most complete compensatory
education program models.

Furthermore, it presented a model

for early childhood education which could be applied to any
population, and which created the essential affective and
cognitive climates stressed by Gordon (19&9).
Assessment of Self-Concept
Through these various studies we

have gained some per

spective of the scope of research in self-concept growth in
early childhood education.

Obvious criticisms are the paucity

of available research, and the almost exclusive restriction
of preschool subjects to disadvantaged populations.

Schwert-

feger and Weikart (19°7* Thomas,19^9) discussed the lack of re
search in the general area of personal psychological-social
change for early childhood education, and they cited several
contributing factors.

Predominant was the fact that very few

measurements exist for change in social behavior of preschool
children.

In addition, researchers have not isolated testable

hypotheses to study this crucial area of child development.

This

is particularly true in the field of self-concept development.
Until very recently, the existing self-concept assess
ments for preschool children were scattered throughout the
literature surveys, making them difficult to locate and, there
fore, to use.

It was to this organisational task that Coller

(1971) has recently directed his efforts.

With his categorical
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system he has orgainzed the available assessments of selfconcept for preschool through third grade, and has published
them in two recent works;

The Assessment of Self-Concept in

Early Childhood Education; and along with Guthrie, An Annotated
Bibliography;

Self-Concept Measures.

Despite obvious differences in design, Coller stressed
that all self-concept measures can only infer self-concept by
"direct observation of behavior as it emerges or by an examina
tion of the traces of behavior after it has occurred" (Coller,
1971, p.20).

These two processes are fundamental to all self-

concept assessment techniques discussed by Coller.
Coller1s classification model (adopted from Gordon,
1968) had indicated five general procedures for assessing selfconcept:

direct observation, behavioral traces, self reports,

projective techniques, and combinations of these.

By adapting

other classlfication systems, Coller has further divided each
of these five areas to account for finer differences among
available assessments.

In Table I has been summarized his

classification schema along with the self-concept assessments
designed for preschool children.

It should be kept in mind

that these assessments will measure different aspects (or di
mensions) of self-concept; therefore, the scores from the var
ious techniques will naturally reflect these varying dimensions.
This is an important consideration for

comparing test results.
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TAELS I
SELF-CONCEPT ASSESSMENT TECHNIQUES

Classification (Coller,1971)

A,

Preschool Measures*
1

Direct Observational Procedures
1- Observation in unstructured
environment
2- Observation in selected
situation

Inferred S.C.Judgment Scale
S.C. Subscale of Evaluation
Scale
Developmental Profile

3- Observation in contrived
situation
B.

Behavioral Trace Procedures
1-

Physical tracing

2- Manifest and/or cloaked
retrospective report
C.

Self Report Procedures
1- Manifest and/or cloaked
self report
a) Orally defined bipolar
alternate choice scale

Bro*»m IDS-S.C. Referent Test
Thomas S.C. Values Test

b) Graphic multiple choice
scales
2- Reports on symbolically
contrived situations

S.C. and Motivation Inventory
Preschool S.C. Picture Test
Learner S.C. Test
Children’s Projective Pictures
of S.C.

3™ Episodal recall
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TABLE I (CONTINUED)

Preschool Measures

Classification (Coller,1971)
D.

Projective Techniques
1- Cued association
2- Cued constructions
3- Minimally induced
constructions
k -

Riley Preschool Developmental
Screening Inventory

Completions

5- View of stimulus through
choice and/or ordering

Animal Picture Q-Sort
Children’s Self-Social
Constructs Test

E.

Combinational Procedures
1- Observer as Instrument
2- Subjective-behavioral
comparisons

Collor suggested that researchers should consider
self-concept as a "technical term, that may be employed to de
signate a given field of study" (1971, p.6 7 ).

This seems to

be what Thomas has achieved with his instrument, the Thomas
Self-Concept Values Test (TSCVT).

He "defines operationally

the constructs measured by the subconstructs of self-concept"
(Coller, 1971, p.6 7 ); that is, he designated and defined four
teen value dimensions comprising self-concept.

Thus, "self-

concept values" became Thomas* technical term for a particular
field of self-concept study.

In addition to satisfying Coller*s

suggestion for more refined measurement of self-concept.
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Thomas also answered a major suggestion of Wylie’s which she
made in her article, ’’The Present Status of Self Theory" (1968).
Wylie believed that it is "more scientifically productive in
the long run to begin one’s work with limited but testable
hypotheses" (p.78*0; ar.d she also suggested the use of well
analysed measuring instruments.
In this study the TSCVT was selected as the main assess
ment of self-concept change.

More than in the other available

preschool measures, in the TSCVT there appeared to have been
developed limited and testable hypotheses according to a speci
fic theory of self-concept development.

In his test manual

Thomas discussed his theory of self-concept; the foundation of
his self-concept values test.
the work of Mead (195&).

He based his theory largely on

In particular, he adopted Mead’s view

of the process by which an awareness of one’s ovm attributes
become translated into self-concepts through social interaction,
The self develops through one’s relation to society and to the
individual members within the social system.

"The individual

becomes an ’object’ to himself by taking the attitudes of other
individuals tovrard himself" (Thomas, 1969, p.ll).

Consequently,

"the self one knows is the self he sees in the 'looking glass’
of others' perceptions of him" (Thomas, 1969, p.ll).

An indiv

idual often distorts and selects these perceptions because of
individual needs, motivations, and past experiences.

Thus,

self-awareness has been found to result from one's perception
of the attitudes of specific others towards him, and also from
the prevailing attitudes and values held by his social group.
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Thomas supported the two dimensional system of selfconcept in his discussion of the self-as-subject and self-asobject components of self-concept.

He believed that the self-

as-subject concept consists of feelings of intrinsic worth
held by an individual about himself.

Whereas, the self-as-

object concept consists of the perceptions which one has of
the ways in which he is seen by significant others in his life.
Furthermore, Thomas contended that an individual is naturally
influenced in self-as-subject perceptions by the information
received from these significant others (referents).
In Thomas' opinion an individual, In order to report
or indicate self-perceptions, must evaluate himself in terms
of his values.

Thomas defined personal value as "a normative,

conceptual standard of the desirable which predispositionally
influences individuals in choosing among personally perceived
alternatives of behavior" (p.13).

In his term self-concept .

values', values become the object of consideration; whereas
self-concept is considered an adjective referring to the pro
cess of self reporting, rather than to the object of the self
report.

Thomas tested a child's self-concept values by having

him report, (self-concept) on certain self-value dimensions in
terms of significant others* perceptions of him (his self-asobject concept) and his own self-perception (his self-as-subject
concept).

Thus, Thomas based his assessment of self-concept

upon a theory of testable hypotheses.

Through his thorough

analysis of his instrument it can be seen how he has focused on
the. subconstructs of self-concept (his specific value dimensions).
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It was for these strengths that the TSC7T v/as chosen as the.
/
‘*
self report assessment In this study.
In discussing which types of assessments were appropriate to use, Coller supported Fiske’s (19&3) suggestion:
He (the investigator) should avoid the economical
but dangerous practice of restricting himself to
a single instrument, but rather should employ a
minimum of two procedures as dissimilar in method
as possible (p.^S^).
The investigator realized the advantages of combined procedures
in assessing self-concept, and therefore used two distinct
assessment tools to measure self-concept change.

For a self

report assessment the TSCVT was selected; for direct observation
in a selected situation the Developmental Profile (teacher
rating) from the Human Development program was used.

A third

significant source of data was tapped by utilizing a child
characteristic questionnaire (parents* responses).

The next

chapter discusses in detail the rationale for each assessment
and the dimensions of self-concept to which they are directed.
Summary and Conclusions
In this chapter the investigator attempted to organize
the vast and often confusing field of self-concept theory.
After a brief discussion of the historical roots of self-concept
in self-theory, some major proponents of self-concept theory
were discussed.

Coller, Purkey and Dinkmeyer were cited speci

fically for their contributions in limiting and redefining
self-concept constructs.

As the survey of self-concept studies

has indicated, self-concept research has a long struggle ahead
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in catching up to the advances of self-concept theory.

As

has been indicated there are three particular aspocts of re
search which need attention.
are:

Specifically, these improvements

(a) self-concept enhancement programs need to be desig

nated for all preschool children; (b) these program descrip
tions need to include specific self-concept enhancement activ
ities (both methods and materials); and (c) these programs
need to measure self-concept change rather than subjectively
suspecting change.

Coller’s work in gathering and classify

ing self-concept assessments was surveyed, and the self-concept
Instruments for the present study v;ere discussed.
From the literature survey it was concluded that there
is much support for self-concept enhancement at the preschool
level for all children.

Both Gordon and Dinkmeyer strongly

urged that early in life a nurturing environment be established
for children, combining cognitive and affective support.

The

investigator proposed the addition of the affective domain into
preschool programs, which have long emphasized cognitive learn
ing.

A cognitive and affective program (so often stressed in

compensatory education) needs to be applied to all preschool
programs if we expect to reach all children.

The following

chapters will focus on how a self-concept enhancement program
can be organized and presented at the preschool level, and what
profound effects self-concept enhancement has on self-concept
change.

/

CHAPTER III
METHODOLOGY AND DESIGN
Chapter III provides a discussion of research methodol
ogy and design.

The investigator begins with a discussion of

the self-concept enhancement program's procedural methods and
then briefly explores the sources of data.

Next, the main re

search instruments of self-concept are discussed:

The Thomas

Self-Concept Values Test and then the Developmental Profile.
After briefly mentioning the statistical procedures used to
test the research hypotheses, the investigator concludes Chap
ter III with a discussion of the research population sample.
Procedural Methods
It was the goal of this study to demonstrate that de
velopmental guidance activities which focus on self-concept en
hancement can be presented in an organised program to middleclass children.
The self-concept enhancement program used for the ex
perimental treatment was adapted by the investigator from sev
eral published developmental guidance programs.

The program

was orgainzed into thiry-three sessions covering an eleven
week treatment period.

Beginning with introductory activities,

the program then proceeded to activities focusing specifically
on enhancement of the physical self, the Intellectual self, the
emotional self, and the social self.
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The primary sourceS;6f
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activities were the Focus on Self Development, Stage One;

Aware

ness program (Anderson, Lang, and Scott, 1970), Developing an
Understanding of Self and Others —

DUSO (Dinkmeyer, 1970), and

Scholastic/Klndle Sound Filmstrips for Early Childhood Education:
Who An I? — ■ The Concept of Self, and How Do I Learn? —
Concept of Learning (Corini and Callas, 1971).

The

The Investigator

made adaptations of these activities in order to suit the age
level of the children.

A more complete description of the pro

gram's activities has been placed in A.ppendix B.
Source of Data
Two Instruments were use to assess self-concept.

The

Thomas Self-Concept Values Test (TSCVT) was administered in
dividually by an experienced examiner to the population sample
of four-year-old children.

The Developmental Profile was com

pleted by the teachers of the children in the population sample.
These two Instruments comprised the twenty-five self-concept
scales used as data for testins hypotheses one, two and three
(Appendix A).
A questionnaire of child characteristics was developed
by the investigator and completed by each child’s parents.
This questionnaire and the TSCVT were the sources of data used
for testing hypothesis four.

A copy of the child characteristic

questionnaire has been placed in Appendix C.

3^
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Instruments

1

The Thomas Self-Concept Values Tent
The Thomas Self-Concept Values Test (19^9) was designed
for Individual testing of ages three to nine years and has
been classified by Coller (1971) as a manifest self report.
The child is first photographed to insure greater objectivity
of response.

He is then asked to refer to his picture while

responding to ’’orally defined bi-polar alternate**choice scales”
(i.e.f Is Charlie Brown happy or is he sad?).

Four different

referents are used in response to each of the fourteen value
scale items.

These referents are:

(a) the child as he sees

himself (self-as-subject concept); (b) the child as he sees
his mother seeing him (self-as-mother concept); (c) the child
as he sees his teacher seeing him (self-as-teacher concept);
(d) the child as he sees the other children in his class see
ing him (self-as-peer concept).

The fourteen self-value scales

are described by Thomas as value dimensions of social experience
(1969, p,13).

These value dimensions were formulated through

”speculative decision” (based on literature reviews), rather
than through factor analysis.

Thomas has stated that these

self-value scales are related to the cultural demands of middleclass children, and to the developmental tasks and problems
which four to six-year-olds seen to experience (p.l^).

He

weighed the fourteen value factor scales according to cultural
expectations as shown In Table II.
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TABLE II
VALUE FACTOR SCALES

Factor

Item

Girl
Keying

Boy
Keying

Happiness

Happy/Sad

+i, -1

4-1, -1

Size

Blg/Little

-1, 4-1

4-1, -1

Sociability

Like to play with
other kids/ Not like
to play with other kids

+1, -1

4-1, *•1

Ability

Smarfc/Not very smart

+1, -1

4-1, -1

Sharing

Like other kids to play
with his or her things/
Not like other kids to
play with his or her
things

+1, -1

4-1, -1

Hale Acceptance Like to be with men/
Not like to be with men

+1, -1

+ 1, -1

Fear of Things

Scared of a lot of
things/ Hot scared of a
lot of things

-1, 4-1

-1, 4-1

Fear of People

Scared of a lot of
people/ Not scared of
a lot of people

-1, +1

-1, 4-1

Strength

Strong/Weak

-1, 4-1

4-1, *■»1

Cleanliness

Clean/Llrty

4-1, -i

4-1, -1

Health

Well(Healthy)/Sick

+1, -1

4-1, -1

Attractiveness

Goodlooking (pretty)/
Not goodlooking (not
pretty)

4-1, -1

4-1, -1

Material

Want a lot of things/
-1, 4-1
Not want a lot of things

-1, 4-1

Independence

Like to do what others
say/ Not like to do
what others say

4-1, -1

4-I,

-1
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An answer/profile sheet (Appendix D) was used to score
the children as follows:
from

to

(a) self-concept value scores range

(b) self-concept referent scores range frora -1^

to +1^; and (c) total self-concept scores range from -56 to + 56.
In determining the reliability of his instrument, Thomas
has reported data for the value scales’ internal consistency,
test-retest reliability, and sub-scale internal consistency.
Thomas conducted an item analysis (N=75) to determine the.in
ternal consistency of the value scales.

He concluded that out

of the 126 different item scales, 109 of the items showed itemscale relationships above .50.
For the nineteen pairs (N) of test-retest scoi'e distri
butions, the coefficients ranged from .3^ (on health value
scale) to .93 (on sharing value scale).

The correlation coef

ficient for the total self-concept score was .78, and the aver
age test-retest reliability was .75.

Thomas found all derived

coefficients to be significant at the .05 level.
Thomas also conducted an analysis of sub-scale (refer
ent self-concepts) relationships, and he found them substan
tially related to conclude evidence of internal consistency.
The mean value of the distribution of r ’s was .73, which he
considered a useful estimate of total test reliability.
In respect to construct validity Thomas has stated:

/

When the subject taking the test has registered a
given number of choice behaviors (value judgments
about himself), one can logically infer the respective self-value areas by comparing him to his ranked
peers (with norms and standard scores) (Thomas, 19 6 9 ,
P.3'+).

Thus, he used certain theoretical constructs as evidence of

3?
construct validity.
In assessing concurrent validity Thomas compared a
highly privileged group of children with an underprivileged
group of children and found .significant differences on four
teen of the nineteen criterion groups (self-concept scales).
The highly privileged group held more positive perceptions of
themselves than the underprivileged group.

Thomas, therefore,

concluded that his instrument is a valid discriminator between
two criterion groups on fourteen self-value scales.
The investigator could find no research studies which
used the TSCVT.
data.

Yet, Thomas did report on his own use of test

From a child sample, he compared the self-value scores,

the four referent scores and the total self-concept scores to
various child characteristics.
relationships

His findings of significant

are reported in Table III.

Developmental Profile
The Developmental Profile (1970* an adaptation of the
Fels Rating Scales) was designed by Bessell and Palomares to
assess their Human Development Program ("Magic Circle") for pre
school through primary school ages.

Although the present study

did not include the Human Development Program In its selfconcept enhancement program, the Investigator found enough simi
larity of purpose and goals between the two programs to justify
use of the Developmental Profile for assessing the effects of
the self-concept enhancement program.

This assessment differs

from tire TSCVT in that it Is a direct observation In a selected
situation (rating) made by an observer, rather than a self report.
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TABLE III
THOMAS’ FINDINGS OF THE RELATIONSHIP OF
CHILD CHARACTERISTICS TO SELF-CONCEPT

TSCVT Scales

Number of
Siblings
(N=57)

Amount of Father
Education (N=47)

,

Age
(N=47)

-.2223*

Size
Sociability
Ability

.3718**

*

-.2058*

Fear of Things

.2812**

Fear of People

-.6704**

Cleanliness

-.2556*

Health

.1819*

Attractiveness

-.3412**

Material

-.2738**

Self-as-Subject

-.2454*

-.2598*

Self-as-Mother

.1076*
.2124*

Self-as-Teacher
Self-as-Peer

-.4086**

Total Self-Concept

-.2594*

*

Significant at the .05 level

**

Significant at the .01 level

.2352*

The six Developmental Profile scales were designed to
assess the effects of three areas of the Human Development Prograrn

awareness, mastery, and social interaction.

The specific-
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scales include:
(a) awareness of self: the child's awareness
'/
'.
and acceptance of his feelings, thoughts and ‘actions; (b) self
confidence:

the confident child responds freely and eagerly

to new situations and to challenges; (c) Interpersonal comprehension:

the child's understanding of cause/effect aspects of

one's behavior on another's; (d) sensitivity to others:

be

ing sensitive to others’ feelings, the child will modify his
own behavior for the benefit and concern of others;
tlveness:

(e) effec

the child's ability to cope appropriately with both

internal needs and external, environmental demands; and (f)
tolerance:

the child's understanding and acceptance of indiv

idual differences.
The teachers were asked to rate each of their students
V n these six profile scales (scores ranging from 0-10) daring
the pretesting period and then again during the posttesting
(period.

These two ratings were independent; that is, during

posttesting ratings the teachers had no knowledge of their
pretesting ratings.
Bessell and Palomares have not given any statistical
data for their instrument, but they have reported several stud
ies using their development program; and one, in particular,
which used the Developmental Profile as an assessment tool.
Elbert (19?0) has reported the results of a study of a head
start program in Odessa, Texas, in which a standard headstart
program (the control group) was compared to an experimental
headstart program using the Human Development Program ( the
experimental group).

He used a pretest posttest design to

4o

analyze changes for the control group and for the experimental
I
/
m
group. The assessment tools included the Developmental Pro
file and the Brenner Prs-School Test.

Elbert discovered signi

ficant changes for the experimental group but not for the con
trol group; and thus, he concluded that the experimental group
was 50^ ahead of the control group children.
Statistical Procedures
The Thomas Self-Concept Values Test yielded nineteen
scores and the Developmental Profile yielded six scores, pro
ducing a total of twenty-five self-concept indices.

The self-

concept scores for the experimental and control groups were
analyzed separately.

Hypotheses one and two were tested by a

related t-test, which compared the difference between the means
of pretest and posttest self-concept scores.
For hypothesis three a chi square statistical analysis
was used to test the significance of the changes in self-concept
scores for the two groups combined.

That is, to find which

group had significantly more changes in self-concept scores.
Hypothesis four was tested by a stepwise multiple re
gression to find the significance of the relationships between
child characteristics and self-concept scores for the entire
pretest research sample (N=57).
Research Population Sample
The population sample (pretest=57, posttest=52) con
sisted of all four-year-old children enrolled at Kiddle Karapus

M
Preschool which met Monday, Wednesday and Friday.

Being an

Air Force Base population, the subjects represented many dif
ferent geographical areas of the country and world.

Although

they could all be classified as middle-class, their ethnic
backgrounds wore diverse (Negro, Caucasian, Oriental) repre
senting a heterogeneous sample of four-year-olds.
The control group consisted of 18 children who were
members of the afternoon session of Kiddle Kampus.

There was

a loss of four children from pretesting to posttesting; three
moved away and one was eliminated because he did not receive
the standardized testing procedure.

The control subjects did

not receive the self-concept enhancement program.
The experimental group consisted of 3^ subjects; a loss
of one subject who moved away between pretesting and posttesting.
They were divided into three classes all meeting for the morn
ing session of Kiddie Kampus.

All three sections of the exper

imental group received the self-concept enhancement program
from the investigator on every school day for eleven weeks.
The sessions were twenty to thirty minutes in length.
Summary
Having considered the various aspects of methodology
and design of this study, the Investigator will proceed in
Chapter IV with a discussion of the characteristics of the
population sample expressed in terms of descriptive statistics
and an analysis of the research results.

CHAPTER IV
ANALYSES OP DATA
The Investigator conducted

statistical analyses of the

research data, and presents her findings in this chapter.

First,

a discussion is given of the descriptive statistics of the
child characteristics for the population sample.

Then, the

separate findings,o? the statistical tests for hypotheses one,
two, three and four are given.
Analysis of Child Characteristics
For the pretesting sample of children in both the ex
perimental and control groups (N=57). a statistical analysis
was made of the fourteen child characteristics (assessed by the
questionnaire).

In Table IV there has been given a description

of these characteristics, how they were scored, and their mean
and standard deviation values for the total population sample
of four-year-old children.
Factors 1, 3,

5. 6, 10. 12.

are dichotomous

variables; that Is, their mean values Indicate a proportion of
the sample.

For example, the mean for variable one (sex) tells

us that 56^ of the sample are males, and, therefore,

are

females.
How these child characteristics actually related to the
self-concepts of the population sample will be discussed under
the section titled:

test of hypothesis four.
U2
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TABLE IV
DESCRIPTION OP POPULATION SAMPLE

Child Characteristics (how scored)
1. Sex {1.0 If male)
(0.0 if female)
2, Age (number of months)

Mean

S.D.

.56

.50

52.14

3.63

3- Father*s Education:
College
(1.0 if yes, 0.0 if no)

.67

M

4. Father’s Education:
Graduate School (1.0 if yes, 0.0 if no) .

.17

.38

5. Mother’s Education:
College
(1.0 if yes, 0.0 if no)

.44

.50

6. Mother’s Education:
Graduate School (1,0 If yes, 0.0 if no)

.07

.26

7. Number of Siblings

1.^7

.73

8. Order Among Siblings (1.0 = oldest)
(2.0 = second)
(etc.
)

1.77

.93

9. Mobility (number of places child has lived)

3.33

1.12

10. Sesame Street (1.0 if child watches)
(0.0 if child does not vratch)

.58

.50

1.23

1.67

M

.50

11. Number of Days Per Week Child Watche s
Sesame Street
12. Prior Preschool Experience (1.0 If yes)
(0.0 if no)
13. Number of Months of Prior Preschool
14. Hospital Experience (1.0 If yes, 0.0 if no)

3.39

.26

^ 3
.44
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Test of Hypothesis 1
Hypothesis one was stated as:

Will there be a signi

ficant increase in self-concept scores for the control group
that did not receive the self-concept enhancement program?
A related _t-test was used to find the significance of
the difference between the means for pretest and posttest
scores.

Out of the twenty-five self-concept scales, nineteen

from the TSCVT and six from the Developmental Profile, there
were significant increases on three scales for the control
group (see Table V).
1. The awareness of self scores on the Developmental
Profile Increased significantly at the .01 level.
2. The self-as-mother concept scores on the TSCVT
increased significantly at the .05 level.
3. The total self-concept scores on the TSCVT in
creased significantly at the .05 level.
Since twenty-five t.-tests were conducted, it was not
surprising to find significant changes on three of the scales
The investigator questioned whether the changes were attribu
table to maturity, to some unisolated variables, or to chance
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TABLE V
SELF-CONCEPT CHANGE FOR CONTROL GROUP (N=18)

Self-Concept Scales:
Thomas Self-Concept Values
Test

Pretest . Posttest
Mean
Mean

jt value

Happiness

2.56

3.50

— 1.86

Size

0.56

0.22

0.5?

Sociability

2.44

1.9^

0.84

Ability

-0 .6 1

0.00

-0.83

Sharing

0.11

1.17

-1.59

Kale Acceptance

1.06

1.39

-0.47

Fear of Things

1.22

2.33

-1.72

Fear of People

1.89

2.89

-2.10

Strength

0 .6 1

1.56

-1.15

Cleanliness

2.50

3.33

-1.59

Health

1.67

2.56

- 1 .0 7

Attractiveness

3*06

3.56

-1.^5

-2. 56

-3.22

1 .6 8

Independence

1.33

1.94

-1.14

Self-as~Subject Concept

4.83

6.17

-1.71

Self-as-Mother Concept

3.89

6.11

-2.25*

Self-as-Teacher Concept

3.89

5 A ^

-i:6i*

Self-as-Peer Concept

3.22

5.83

-1.93

15.83

23.00

Material

Total Self-Concept

-2.28*

**6

TABLE V (CONTINUED)

Self-Concept Scales:
Developmental Profile

Pretest
Mean

Posttest
Mean

t value

Awareness of Self

**.83

5.2*1*

-3.05**

Self Confidence

5.50

6,06

-l.**3

Interpersonal Comprehension

**.89

5.33

-1.51

Sensitivity to Others

**.72

5.22

-1.37

Effectiveness

*f.6l

**.89

-0.96

Tolerance

**.56

**.72

-0.51

*

Significant at the .05 level

** Significant at the .01 level
Test of Hypothesi s 2
Hypothesis two was; stated as:

Will there be a signi-

ficanfc increase in self-concept scores for the experimental
group that did not receive the self-concept enhancement pro
gram?
A related _t-test was used to find the significance of
the difference between the means for pretest and posttest
scores.

Out of the twenty-five self-concept scales there were

significant increases on fourteen scales for the experimental
group (see Table VI).
/ 1. The TSCVT self-concept value scores of independence
increased slgnificantly at the .05 level.

^7

2. The TSCVT self-concept value scores of happiness,
sociability, sharing, and the TSCVT self-concept
referent scores of self-as-teacher concept In
creased significantly at the .01 level.
3. The Developmental Profile scores of sensitivity to
others Increased significantly at the .01 level.
4. The Developmental Profile scores of awareness of
self and self confidence increased significantly
at the .001 level.
5. The TSCVT self-concept value scores of fear of
things and fear of people increased significantly
at the .001 level.

That is, the subjects scored

higher which indicated less fear of things and less
fear of people.
6. The TSCVT self-concept referent scores of self-assubject, self-as-nother, self-as-pear, and total
solf-concopt scores increased significantly at the
.001 level.

J

Out of the twenty-five _t-test conducted, it was meaning
ful to find significant changes on fourteen self-concept scales
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TABLE VI

I

SELF-CONCEPT CHANGE FOB EXPERIMENTAL GROUP (N=34)

Self-Concept Scales:
Thomas Self-Concept Values
Test

Pretest
Kean

Posttest
Mean

t

value

Happiness .

1.71

3.03

-2.95**

Size

1.03

0.65

0.95

Sociability

1.94

3.12

-3 .47**

Ability

-- 0.21

0.4i

-

Sharing

0.53

2.56

-3.64**

Male Acceptance

1,08

1,41

-0.49

Fear of Things

0.79

3.05

-5.61***

Fear of People

1.50

3.24

-3.97***

Strength

0.85

1.4?

-1.0 5

Cleanliness

3.24

3.35

-0.46

Health

1.29

2.21

-1.84

Attractiveness

2.79

3.21

-1.27

-2 .2 7

-1.47

-1.76

Independence

1.06

2.47

-2 .65*

Self-as-Subject Concept

3.32

7.18

-4.86***

Self-as-Mother Concept

3.35

7.24

-3.98***

Self-as-Teacher Concept

4.68

~ 7.09

Self-as-Peer-Concept

3.88

6.91

- 4 . 14***

15.24

28.41

-5 .2 5 ***

Material

Total Self-Concept

T

1.21

-3.45** "

49
TABLE VI (CONTINUED)

Pretest
M ean

Self-Concept Scales:
Developmental Profile

Posttest
M ean

t

value

Awareness of Self

4.41

5.24

-3.72***

Self Confidence

4.29

5.06

-4.15***

Interpersonal Comprehension

4.65

5.09

-1.69

Sensitivity to Others

4.38

5.24

-2 .80**

Effectiveness

5.03

5.35

-1.13

Tolerance

^.97

5.18

-0.?2

*

Significant at the .05 level

**

Significant at the .01 level

*** Significant at the .001 level
Test of Hypothesis 3
Hypothesis three was stated as:

Will the experimental

group have significantly more changes in self-concept scores
from pretesting to posttesting than the control group?
A chi square statistical analysis vias used to test the
significance of the changes in self-concept scores for the
experimental and control groups.

With 1 degree of freedom a

\

chi square value of 10.78 was found (significant at the .01
level).

This statistical value indicated that the experimental

group had significantly more changes in self-concept scores
than the control group.
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Test cf Hypothesis 4
Hypothesis four was stated as:

Will there be any signi

ficant relat-ionships between child characteristics and their
self-concept- scores?
A stcepwise multiple regression was used to test the
significance of the relationship between the fourteen child charac
teristics from the questionnaire and the nineteen child selfconcept scales from the TSCVT.

The stepwise multiple regression

procedure calculated multiple correlations of all fourteen in
dependent v artables with each of the nineteen dependent varia
bles; and st-ep-by-step eliminated Independent variables not
significant"— y related to each dependent variable.

This statis

tical procedure concluded by identifying only the independent
variables wnr.ich were significantly related to each dependent
variable.
Nittifc child characteristics were found to be signifi
cantly related to thirteen child self-concept scales.
t-test for

The

significance of correlation coefficients was used

to test eacsn coefficient.

At the .05 level the significant

t value for these tests is 2.00; at the .01 level the signifi
cant t valuie is 2.66; at the .001 level the significant
is 3.46.

t

value

? allowing is a summary of the significant relation

ships:
1.

'Z 'w o

child characteristics were found to be signifi

cantly related to the self-concept value of size:
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(.a) The child characteristic of sex showed a positive
relationship to size (t^lO.37).

The male sub

jects showed a higher (more positive) perception
of size than the female subjects.
<
(b) The frequency of children viewing Sesame Street
was positively related to their perception of
size (t=4.11).
2. The child characteristic of mothers completing col
lege was negatively related to the children* s per
ception of sociability (t=-2.02).

The higher the

mother*s education level, the less children liked
to be with others.
3. Three child characteristics were found to be signi
ficantly related to the self-concept value of ability:
(a) There was a negative relationship between the
age of the subjects and their self-perceptions
of ability (t=-3.10).

The older the subjects

the lower their perceptions of ability.
(b) There was a negative relationship between the
child characteristic of fathers attending gradu
ate school and the children's perception of
ability (t=-3.0*0.
(c) A positive relationship was found between the
length of prior nursery school attendance and the
children's perception of ability (t=2.80).
4. Three child characteristics were found to be signi
ficantly related to the self-concept value of male
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acceptance:
(a) The child characteristic of sex showed a posi
tive relationship to male acceptance (t=3 .1 5 ).
(b) The child's order among siblings was negatively
related to male acceptance (t=~3.65).

The Eiore

distant the child was from being first born, the
less the child liked to be with men.
(c) The frequency of children viewing Sesame Street
was positively related to male acceptance
(t=2.?3).
5. There was a negative relationship between the number
of siblings in the child's family and his fear of
things (t=-2.31).

The more siblings, the lower the

child's score on this self-concept value; meaning
the greater his fear of things.
6. The child characteristic of sex was positively re
lated to the self-concept value of strength,(t=0.46) .
The male subjects showed a higher (more positive)
perception of strength than the female subjects.
7. The number of siblings in the child's family was
positively related to the self-concept value of
health (t=2.^5).

The more siblings, the more posi

tive the child's perception of health.
8. The child characteristic of sex was negatively re
lated to the self-concept value of material (t=-2.81).
The male subjects showed a lower perception of mater
ial than the female subjects.
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9. Two child characteristics were significantly related
to the self-concept value of independence:
(a) The child’s order among siblings showed a nega
tive relationship to independence (t=~2.l8).
The more distant the child was from being first
born, the less he likes to do what others say
(negative score).
(b) The child characteristic of viewing Sesame Street
was negatively related to Independence (t=-2.19).
The children who viewed Sesame Street scored
lower on the value of independence; they more
often did not "like to do what others say", than
the subjects not viewing Sesame Street (negative
score).
10. Two child characteristics were significantly related
to self-as-subject concept:
(a) The child's order among siblings was negatively
related to his self-as-subjset concept (t=~3 .5 1 ).
The more distant the child was from being first
born, the more negative his self-as-subject
concept.
(b) The frequency of viewing Sesame Street was posi
tively related to self-as-subject concept (t=2.0).
The greater the child’s frequency of viewing
Sesame Street, the more positive his self-assubject concept.
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11. Two child, characteristics were signifIcantly related
to the self-as-mother concept:
(a) The child characteristic of sex was positively
related to self-as-mother concept (t=2.54).
The male subjects scored higher on the self-asmother concept than the female subjects.

They

perceived their mothers as seeing them more posi
tively than did the female subjects.
(b) The frequency of viewing Sesame Street was posi
tively related to self-as-mother concept (t=2.o4).
The greater the child’s frequency of viewing
Sesame Street, the more positive his self-asmother concept,
12. The child characteristic of sex was positively related
to the children’s self-as-peer concept (t=2.86).
The male subjects scored higher on the self-as-peer
concept scale than the female subjects.

They per

ceived the other children in the class as seeing
them more positively than did the female subjects.
13= The child characteristic of sex was positively related
to the children’s total self-concept (t-=2.9^-).

The

male subjects showed a more positive total selfconcept than the female subjects.
Five of the child characteristics showed no significant
relationships to the ninteen self-concept scales.

They included

fathers attending college, mothers attending graduate school,
the child’s prior nursery school experience, the child’s
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mobility, and the child's hospital experience.
•.

I

Summary
The statistical analyses of research data were pre
sented in this chapter.

They included:

(a) descriptive statis

tics of the child characteristics for the population sample;
(b) a related _t-tsst of the difference in means (self-concept
scores) for the control group from pretesting to posttesting;
(c) a related _t-test of the difference in means (self-concept
scores) for the experimental group from pretesting to posttesting;
(d) a chi square to test the significance of changes for the
experimental and control groups from pretesting to posttesting;
and (e) a stepwise multiple regression to test the significance
of the relationships between child characteristics and the
self-concept scores (from the TSCVT) for the population sample.
In the following chapter (V) the summary, conclusions,
and recommendations, based on the statistical findings outlined
above, will be presented.

C H APTER

V

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
Summary
Current research in early childhood development has
illuminated the need for preschool education and child care
to concentrate directly on positive self-concept development.
Yet, despite this strong encouragement, only the compensatory
preschool programs have focused directly on the enhancement of
children’s self-concepts.

Thus, there exists today a need to

correct this imbalance by providing self-concept enhancement at
the preschool level for all children.

Such a precedence has

been established in this present study of self-concept change
in four-year-old children;

by demonstrating that developmental

guidance activities which focus on self-concept enhancement
can be presented in an organized preschool program to middleclass children.

Investigating the effects of such a program

vras the main purpose of the study.

The population sample

(pretest=57. posttest=52) consisted of an Air Force Base pop
ulation, thus representing a heterogeneous sample of four-yearolds.

For this population the following hypotheses were set up;
HI:

Will there be a significant increase in selfconcept scores for the control group that did
not receive the self-concept enhancement pro
gram?
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